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Abstract 
This study used data from Growing Up in Australia: The Longitudinal Study of 
Australian Children (LSAC) to investigate how parent report of children’s 
emotional and cognitive regulation at age 2-3 years was associated with 
teacher ratings of children’s prosocial behaviors in the early years of school. A 
sample of 2,392 children was drawn from the LSAC Birth Cohort for the 
analyses. The analyses used structural equation modeling to estimate 
parameters of the relationships between key variables. Within the model, 
estimates of mother-reported emotional and cognitive regulation at age 2 to 3 
years were significantly associated with teacher-reported prosocial behavior at 
6 to 7 years. Emotional regulation was a slightly stronger indicator of 
prosocial behavior than cognitive regulation. Being female and from a family 
with a higher socioeconomic position were also associated with higher levels 
of prosocial behavior. Results are discussed in relation to the role of early 
childhood teachers in fostering children’s self-regulatory behaviors and in 
providing environments in which empathic and prosocial behaviors are 
modeled, guided, and scaffolded so that foundations are laid for caring 
behaviors to be understood and internalized by children.  
 
Introduction 
Advances in understanding the biological bases for behavior in the last two decades 
have identified the importance of supporting emotional, behavioral, and cognitive regulation 
in early childhood to promote positive developmental outcomes across the school years 
(Blair, & Diamond, 2008; Diamond, 2010). Self-regulation can be considered to encompass 
the abilities to manage emotions and control thinking and behavior in order to cope with 
environmental demands (Blair, Denham, Kochanoff, & Whipple, 2004). Through the 
preschool years, there are substantial developments in children‟s abilities to self-regulate 
behaviors. For example, young children learn to sustain engagement in activities, deal with 
their emotions, and delay immediate gratification. Research has identified that such behaviors 
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are linked to concurrent and future functioning in social and academic realms and the 
development of prosocial and empathic behaviors (Eisenberg, Valiente, & Eggum, 2010; 
Hastings, Utendale, & Sullivan, 2007; Howse, Calkins, Anastopoulos, Keane, & Shelton, 
2003; Wilson, 2003). This paper examines the links between early self-regulation and later 
empathic and prosocial behaviors with peers.  
Support for the development of children‟s social and emotional competence is 
important in order to enable children, across time, to become productive and engaged 
citizens. Being able to engage in and construct strong interpersonal relationships and to 
understand others‟ points of view and experiences make it more likely that individuals can 
participate and contribute effectively in their social milieus. In the group context of early 
childhood classrooms, children have many opportunities to learn to be socially and emotional 
competent in relating to others (Raver, 2002). Through activities and routines, there are also 
many occasions when early childhood teachers can support children‟s capacities to take 
account of others‟ needs (Smith, 2013).  
The development of self-regulation  
Since the pioneering work of Chess and Thomas (1987), the construct of temperament 
has been of interest to developmental researchers. Temperament refers to individual 
differences in motor and emotional reactivity and self-regulation (Rothbart & Bates, 1998). It 
had also been generally viewed as a stable biological basis of behavior. However, it is now 
increasingly recognized that temperament has a developmental course. Empirical evidence 
that focuses on children‟s self-regulatory capacities has increased understanding of the 
malleability of emotional and cognitive reactivity. This has opened new ways to consider 
how child „temperament‟ can be understood. Intervention studies in early childhood have 
identified the possibilities of building self-regulatory behaviors in order to realize better 
social, emotional, and educational outcomes for children (Blair, & Diamond, 2008; Bodrova, 
& Leong, 2006).  
Of particular interest in this paper, are the constructs of emotional and cognitive 
regulation. Emotion regulation helps children to manage, modulate, inhibit, and enhance 
emotional arousal. Research on emotion regulation indicates that successful regulation of 
emotions impacts on child outcomes across behavioral, academic, and social domains (Blair 
et al., 2004; Eisenberg et al., 2010). Cognitive regulation, often termed cognitive control, 
encompasses a number of cognitive factors that include inhibitory control which is the ability 
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to resist the tendency for immediate reaction (Blair, 2002). Cognitive self-regulation has also 
been related to the development of empathic behavior, moral behaviors, and conscience 
(Eisenberg, 2010; Kochanska, Murray, & Coy, 1997; Kochanska, Murray, Jacques, Koenig, 
& Vandegeest, 1996). These avenues of research have identified the importance of emotional 
and cognitive control for more positive developmental outcomes as well as increased 
understanding about how to support the development of these regulatory capacities in early 
childhood.  
Empathic and prosocial behavior 
Empathy can be defined as concern for others, encompassing an emotional response 
on behalf of another (Davidov, Zahn-Waxler, Roth-Hanania, & Knafo, 2013). It is usually 
accompanied by efforts to cognitively understand another‟s feelings which, in turn, can lead 
to prosocial actions. Prosocial behavior is helpful and considerate behavior toward others 
with the goal of establishing positive relationships (Hastings, Rubin, & DeRose, 2005). In 
general, links between expressions of empathy and prosocial behavior have been 
demonstrated, particularly forms of prosocial behavior that are other-oriented, such as sharing 
and helping (Eisenberg, Fabes, Murphy, Karbon, Smith, & Maszk, 1996). Kuczynski (2003) 
proposed that the development of prosocial behaviors is fostered through the dynamic 
exchanges that occur between children and their parents. These ideas could also be extended 
to encompass the interpersonal interchanges with teachers, as well with siblings and peers. 
The social exchanges and the give and take nature of these exchanges underpin the complex 
processes which shape prosocial development. These social exchanges are bidirectional in 
their effects because children contribute to their own socialization through their reactions to 
others and, in turn, others‟ responses to them. Empathy is a foundation for prosocial behavior. 
Empathy and prosocial behavior are also framed within culture and communities, including 
the community of the early childhood classroom. 
Links between self-regulation and empathic behaviors 
Self-regulatory processes may contribute in a number of ways to empathic and prosocial 
behavior. Research has also linked greater empathy to different aspects of temperament, 
including behavioral inhibition (Young, Fox, & Zahn-Waxler, 1999); sociability (Zahn-
Waxler, Cole, Welsh, & Fox, 1995); and negative emotional reactivity (Eisenberg, Fabes, 
Karbon, et al., 1996; Young et al., 1999). However, the nature of the effects appears 
dependent upon how and when temperament is assessed.  
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The cognitive regulatory abilities to focus attention and process environmental cues about 
the behaviors of others are important to the emotional experience of empathy. Selective and 
executive attention is also involved (Posner & Rothbart, 2007). An individual interprets 
emotional information about another person‟s feeling state and then make a judgment about how 
to respond given their own emotions before they can enact a prosocial response. As noted by 
Eisenberg and Spinrad (2004) self-regulation that is related to emotions is a very complex process 
requiring abilities to initiate, avoid, inhibit, and /or modulate emotional responses in order to 
achieve one‟s own personal goals.  
Empathic behavior is common by the age of 2 years and an empathic disposition 
apparent in young children is likely to be predictive of children‟s later empathic and prosocial 
behavior (Knafo, Zahn-Waxler, Van Hulle, Robinson, & Rhee, 2008). Children‟s 
temperament and the environments that they experience predispose children to experience 
greater (or lesser) concern for others. Of interest, in this paper, is how empathic and prosocial 
behaviors are predicted by child characteristics (e.g., temperamental regulatory strategies).  
The present study 
This research uses a large national dataset to examine the link between young 
children‟s emotional and cognitive regulation and prosocial /empathic behaviors in the early 
years of school. It draws implications about how early childhood teachers can support 
children‟s self-regulation of behavior in early childhood programs. We hypothesized that 
early competence in self-regulation would be associated with greater capacity for prosocial or 
empathic behaviors.  
Method 
Data for the current analyses were collected from children, families, and teachers who 
participated in Growing Up in Australia: The Longitudinal Study of Australian Children 
(LSAC), sponsored by the Commonwealth Department of Families, Housing, Community 
Services, and Indigenous Affairs. The sampling unit for the LSAC study was the study child. 
Children were identified from family registration in the national health insurance scheme, 
Medicare. This is the most inclusive database for the child population in Australia. In 2004, 
5107 infants, aged from birth to 1 year, were recruited for the Birth Cohort and 4983 
children, aged 4-5 years, were recruited for the Kindergarten Cohort. These cohorts are being 
tracked through childhood and adolescence. Data for each child are collected primarily 
through biennial data collection waves. Data are collected through direct child assessments, 
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parent and child computer-assisted interviews, and from questionnaires mailed to children‟s 
teachers. 
A two-stage clustered design was employed to draw the samples for each of the two 
LSAC age cohorts. In the first stage, 311 postcodes across Australia were randomly selected. 
In the second stage, children were randomly selected from those postcodes to meet the 
desired sample size for each cohort. A process of stratification was also used to ensure that 
the numbers of children recruited gave a proportionate representation of the total number of 
children within each Australian state/territory and of the number of children living in the 
statistical districts of each capital city in that state/territory (Soloff, Lawrence, & Johnstone, 
2005). The two cohorts of children and their families in LSAC have been found to be 
demographically representative of the Australian population (Gray & Smart, 2008).  
Sample selection 
For the analyses presented in this paper, data from the Birth Cohort are used from 
Wave 2, when children were aged 2-3 years, and from the Wave 4 of data collection, when 
children were aged 6-7 years. To be included in the sample, children needed to have a parent-
completed questionnaire at Wave 2 which contained the measures of emotional and cognitive 
regulation used as the basis for the analyses in this study. The children included in the sample 
also had a completed teacher questionnaire that included a measure of empathic behavior at 
Wave 4. Further, the parent questionnaire needed to have been completed by a biological or 
adoptive mother at Wave 2. This was to minimize the confounding factor of parent gender. A 
total of 2393 participants met these criteria and were selected for inclusion.  
The selected sample was compared with the full cohort sample on key demographic 
characteristics. It was found to differ significantly from the excluded participants on a 
number of variables (see Table 1). The mothers of the children in the sample were less likely 
to be Indigenous (Aboriginal or Torres Strait Islander) or to be from a non-English speaking 
background. At Wave 2, the mothers/families had a higher socioeconomic position on an 
LSAC derived variable that combines measures of household income, parental education and 
parental occupational prestige (Blakemore, Strazdins, & Gibbings, 2009). The children in the 
selected sample were also less likely to be Indigenous or have a home language other than 
English. They were also minimally younger at Wave 2. These differences between the 
selected sample and those not included in the analyses mean that the selected sample is not 
truly representative of the overall Australian population. 
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Table 1:  Sample demographics of selected and excluded participants 
 Sample  
Individual Characteristics 
Included 
(n = 2393) 
Excluded 
(n=2714) 
Significance 
Child characteristics % (n) χ2 p 
Female 48.7 (1166) 49 (1331) 0.051 .82 
Indigenous   2.34 (56)  6.4 (174) 49 .00 
Home language other than English  7.8 (187) 13.4 (365) 41.9 .00 
 M (SD) F p 
Age in months (Wave 2) 33.77 (2.85) 34.05 (2.78) 13.72 .00 
Parent / family characteristics % (n) χ2 p 
Indigenous  1.3 (30) 4.9 (134) 55.52 .00 
Non-English speaking background 10.8 (259) 17 .66(478) 47.5 .00 
 M (SD) F p 
Socio economic position (Wave 2)*  0.15 (0.96) -0.13 (0.92) 109.5 .00 
*LSAC derived variable that combines measures of household income, parental education and parental 
occupational prestige. It has an approximate mean of zero and standard deviation of one. 
Measures 
In the analyses for this study, measures of emotional regulation, cognitive regulation, 
and empathic behavior are used. The items in these measures are presented in Table 2. 
Emotional regulation and cognitive regulation: The measures for emotional and 
cognitive regulation are drawn from the Short Temperament Scale for Toddlers (STST) 
developed for the Australian Temperament Project (ATP) (Prior, Sanson & Oberklaid, 1989). 
In a previous and broader analysis with this sample of children from the LSAC Birth Cohort, 
the scales from this temperament measure were useful in understanding child self-regulation 
(Williams, Walker, Nicholson, & Berthelsen, 2013). The STST has a total of 12 items and 
three subscales. It is used only at Wave 2 for the LSAC Birth Cohort. On the STST items, 
parents rate their children‟s behaviors on a 6-point scale: 1 (almost never) to 6 (almost 
always). The overall scale has strong psychometric properties. The measure of emotional 
regulation was the reactivity subscale of the STST which has four items. It assesses the 
degree of negative reactivity a child exhibits. The scores on this scale were reverse coded for 
these analyses in order that higher scores reflected higher emotional regulation. As a measure 
of cognitive regulation, four items from the persistence subscale of the STST are used. This 
scale measures the degree of persistence a child displays in completing tasks or activities. 
Higher scores on the items indicate a higher degree of cognitive regulation. A fifth item in the 
persistence subscale of the STST used in LSAC was “stops to examine objects thoroughly”. 
However, this item was not included in the current study due to a previous analysis with this 
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sample which indicated that this item was an unreliable indicator of „persistence‟ as a latent 
variable (Williams et al., 2013). 
Prosocial behavior: The measure of empathic behaviors used in this study was the 
prosocial behavior subscale from the Strengths and Difficulties Questionnaire (SDQ, 
Goodman, 2001). It was completed by the child‟s teacher at Wave 4 of data collection, when 
children were 6-7 years old. The SDQ is a 25-item inventory with five subscales: emotional 
symptoms, conduct problems, hyperactivity / inattention, peer relationship problems, and 
prosocial behavior. Informants rate how true/typical the behavioral statements reflect the 
child‟s behavior across the last 6-months. The items are rated on a 3-point scale (1 - not true; 
2 - somewhat true; and 3 - certainly true). The SDQ has received extensive psychometric 
evaluation across national contexts and exhibits strong reliability and validity (Goodman, 
2001; Hawes & Dadds, 2004; Holtmann, Becker, Banaschewski, Rothenberger, & Roessner, 
2011). Higher scores on the items in this scale in these analyses are considered to represent a 
higher degree of empathic behaviors.  
Table 2:  Measurement scales used in the analyses  
Emotional regulation (Reactivity scale from the STST– reverse scored)) 
ER1 This child responds to frustration intensely (scream, yells);  
ER2 This child has moody “off” days when he/she is irritable all day;  
ER3 This child shows much bodily movement (stomps, writhes, swings arms) when upset or 
crying;  
ER4 This child reacts strongly (cries, screams) when unable to complete a play activity. 
Cognitive regulation (Persistence scale from the STST) 
CR1 This child plays continuously for more than 10 minutes at a time with a favorite toy;  
CR2 This child goes back to the same activity after a brief interruption (snack, trip to toilet);  
CR3 This child stays with a routine task (dressing, picking up toys) for 5 minutes or more;  
CR4 This child practices a new skill (throwing, building, drawing) for 10 minutes or more.  
Prosocial / empathic behavior (Prosocial behavior scale from the SDQ)  
EB1 Is considerate of others‟ feelings 
EB2 Readily shares with other children 
EB3 Is helpful if someone is hurt 
EB4 Is kind to younger children 
EB5 Often volunteers to help 
Data analysis 
Missing data 
Because of the sample selection procedure described earlier in this section, the level 
of missing data was minimal and, at most, accounted for 1.2% of missing data overall. The 
data were considered missing at random (MAR) because it was unlikely that the presence of a 
missing value was related to the response that would have been provided (Enders, 2010). 
Maximum likelihood EM imputation was conducted prior to analytic modeling to ensure that 
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a complete dataset was available for analysis, as recommended by Shin, Davison, and Long 
(2009).  
Structural equation modeling 
Data was screened and descriptive statistics were developed on the key variables to be 
modeled in the analyses. A hypothesized structural equation model (SEM) was estimated 
using Mplus version 7 (Muthen & Muthen, 2008 – 2012). SEM is a popular contemporary 
technique in which measurement models for latent variables and structural components 
related to the theory being tested can be completed in the same analyses. It involves the 
modeling of latent or unobserved variables to explain variation in sets of observed/measured 
variables. Predictive and mediator relationships between latent variables can then be 
explored. The primary focus of the estimation process is to identify parameter estimates that 
minimize the discrepancy between the sample covariance matrix and the population 
covariance matrix (Byrne, 2012). Examination of a range of fit indices, as outputs of the 
analyses, and consideration of the parameter estimates generated allows the researcher to 
make judgments about the degree to which the hypothesized model adequately fits the 
observed data. For these analyses, all observed variables were designated as ordinal 
categorical as the measured variables had 3-point and 6-point response scales. The weighted 
least squares mean variance (WLSMV) estimator was selected for use to estimate the 
parameters in the model. This estimator provides weighted least square parameter estimates 
using a diagonal weight matrix with standard errors and a mean-adjusted and variance-
adjusted chi-square test statistic that uses a full weight matrix (Muthen & Muthen, 2008 – 
2012). This estimator has been recommended for analyses when data are categorical or 
ordinal (Brown, 2006). 
Results 
The means and standard deviations for the emotional regulation, cognitive regulation 
items, and empathic behavior items, together with the bivariate correlations across items are 
shown in Table 3. 
Prior to analyses, each variable was screened for skewness, kurtosis and outliers. No 
values outside the range recommended for use within SEM analyses were found (Kline, 
2011). Child gender and family socioeconomic position (SEP) at Wave 2 were used as 
control variables because of the known associations between these variables and children‟s 
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self-regulation skills (Gagne & Goldsmith, 2010; Graziano, Keane, & Calkins, 2010; Sanson, 
Smart, Prior, Oberklaid, & Pedlow, 1994; Schmid, Schreier, Meyer, & Wolke, 2010).  
Table 3:  Bivariate correlations for the modeled variables 
 ER1 ER2 ER3 ER4 CR1 C2R CR3 CR4 EB1 EB2 EB3 EB4 EB5 
Emotional Regulation            
ER1 1             
ER2 .462* 1            
ER3 .515* .397* 1           
ER4 .509* .373* .437* 1          
Cognitive regulation            
CR1 .060* .036 .050* .056* 1         
CR2 .050* .026 .009 .036 .421* 1        
CR3 .093* -.004 -.001 .056* .368* .385* 1       
CR4 .027 .00 -.019 -.023 .401* .315* .407* 1      
Prosocial / empathic behavior 
EB1 .116* .098* .096* .104* .032 .036 .082* .009 1     
EB2 .101* .071* .058* .067* .032 .032 .081* .028 .577* 1    
EB3 .114* .050* .063* .075* .040 .032 .080* .001 .539* .477* 1   
EB4 .090* .056* .052* .105* .019 .056* .088* .022 .541* .478* .560* 1  
EB5 .071* .035 .026 .060* .020 .057* .104* .002 .408* .397* .565* .440* 1 
Mean 3.73 4.56 3.72 4.10 4.83 4.41 4.03 4.12 2.59 2.58 2.55 2.63 2.33 
SD 1.29 1.10 1.39 1.22 .94 .97 1.16 1.29 .55 .57 .58 .54 .67 
* Significant at p < .05. 
 
The initial model estimation controlled for gender and SEP in relation to emotional 
regulation, cognitive regulation, and empathic behaviors. Gender was not significantly related 
to emotional or cognitive regulation and so these paths were trimmed for the final model 
estimation. The final model fits the data reasonably well as assessed on the suggested cut 
points for the Comparative Fit Index (CFI), the Tucker-Lewis Index (TLI) and the root mean 
error of approximation (RMSEA), as proposed by Hu and Bentler (1999) and Yu (2002). 
While the chi-square test of exact model fit rejected this model, it is rare for this test criterion 
to be met in real world research (Bentler, 2007), particularly with large sample sizes in which 
small misspecifications may result in a failure of the exact test of model fit (Byrne, 2012). 
Model estimates indicated that both mother-reported emotional regulation (β = .14) 
and cognitive regulation (β = .08) at age 2-3 years predicted teacher-reported empathic 
behavior at age 6-7 years. The measure of emotional regulation was a slightly stronger 
indicator of empathic behavior than cognitive regulation. These two measures of early 
regulation at age 2-3 years accounted for approximately 13% of the variance in empathic 
behavior for these children at 6-7 years (four years later). Being female and from a family 
with a higher socioeconomic position were associated with higher levels of empathic 
behavior. The parameter estimates in the model (unstandardized and standardized) and their 
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level of significance are reported in Table 4. The model and the pathways, together with the 
standardized estimates are shown in Figure 1.  
Table 4:  Structural model estimates 
Parameter Unstandardized (se) Standardized p 
Measurement model estimates    
Empathic behavior → EB1 1.00 .86 NA 
Empathic behavior → EB2 .92 (.034) .79 .00 
Empathic behavior → EB3 1.015 (.017) .87 .00 
Empathic behavior → EB4 .95 (.017) .82 .00 
Empathic behavior → EB5 .84 (.019) .73  
Emotional regulation → ER1 1.00 .81 NA 
Emotional regulation → ER2 .77 (.00) .63 .00 
Emotional regulation → ER3 .86 (.023) .69 .00 
Emotional regulation → ER4 .85 (.021) .68 .00 
Cognitive regulation → CR1 1.00 .70 NA 
Cognitive regulation → CR2 .92 (034) .64 .00 
Cognitive regulation → CR3 .96 (.031) .67 .00 
Cognitive regulation → CR4 .90 (.032) .62 .00 
Covariance ER and CR .042 (.015) .08 .00 
Structural Model    
Prosocial/empathic behavior → CR .10 (.033) .08 .00 
Prosocial/empathic behavior → ER .15 (.027) .14 .00 
Control variables    
Prosocial/empathic behavior  → gender 
(girl) 
.54  (.041) .30 .00 
Prosocial/empathic behavior → SEP .06 (.021) .07 .00 
Emotional regulation → SEP .13 (.019) .16 .00 
Cognitive regulation → SEP -.008 (.017) -.01 .62 
11 
 
 
Figure 1: Structural model for the relationship between self-regulation indices at age 2-
3 years and prosocial / empathic behavior at age 6-7 years. Fit statistics:  = 334.88, df = 
84, p = .00, CFI = 0.985, TLI = 0.981, RMSEA = 0.035 [90% CI .031, .039]. 
 
Discussion 
This study uses data from a large national study to examine the links between 
children‟s emotional and cognitive regulation. Model estimates indicated that parent-reported 
emotional regulation and cognitive regulation at age 2-3 years was associated with teacher-
reported prosocial/empathic behaviors at age 6-7 years. Emotional regulation was a 
marginally stronger indicator of prosocial behavior than cognitive regulation and the two 
measures of early regulation accounted for approximately 13% of the variance in prosocial / 
empathic behavior four years later when children were 6-7 years. Being female and from a 
family with a higher socioeconomic position were also associated with higher levels of 
prosocial behavior.  
In the analyses, there were effects for gender and the socio-economic position of the 
family on children‟s regulatory behavior or prosocial behaviors. These variables were 
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included in the model because of the evidence from previous studies of their influence on 
child outcomes. Gender was a significant influence on prosocial behavior. Hastings and 
colleagues (2007) noted that gender is one of the most consistent correlates of prosocial 
behavior. Across a range of studies, girls have been found to be more prosocial than boys, 
although, the associations between gender and prosocial are often modest. This common 
finding is usually attributed to a number of factors including differences in biological 
predispositions as well as the different socialization experiences in families.  
With respect to socio-economic status difference, there was an effect on emotional 
regulation and a lesser, but still significant, effect on prosocial / empathic behavior. An 
interpretation of these findings is that better emotional regulation provides a foundation for 
children‟s prosocial actions. Strayer and Roberts (2004) found that the affective responses of 
school-age children mediated the associations between parental socialization and children‟s 
empathic behaviors. Maternal explanations about emotions and encouragement of emotional 
expressivity have been associated with various measures of prosocial behavior (Eisenberg, 
Fabes, & Murphy, 1996). Children from family backgrounds which are characterized by 
higher incomes, job status, and parental education are also more prosocial than children from 
homes who are less advantaged (Haapasalo, Tremblay, Boulerice, & Vitaron, 2000). These 
associations are usually modest in magnitude (Hastings et al., 2007). 
Children‟s self-regulation develops considerably during the preschool years and that 
development is influenced by attendance at preschool and the supportive nature of teachers‟ 
interactions with children. As Smith (2013) proposed early childhood teachers can be 
effective in this development by showing respect for children, responding in empathic ways 
when children are distressed, listening carefully to children, and responding in ways that 
show understanding. Smith notes that motivating children to care for others is dependent on 
how teachers contribute to children‟s understanding of the basic care principles of caring 
which include being kind to others and respectful, as well as being fair and honest. While 
these principles sound simple, they require presence of mind on the part of the teachers to 
ensure that these values are always conveyed.  
When children behave in more prosocial ways towards others, children are more 
likely to receive support and reinforcement for these behaviors. Emotional and cognitive 
regulation serves to promote prosocial and empathic behaviors across social contexts, 
including in the family as well as the early childhood classroom. Prior to school, children can 
be supported to internalize standards for prosocial and empathic behavior. Early childhood 
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teachers can support children through inductive reasoning to act in caring and compassionate 
ways, especially when teachers have build quality relationships with the children in their 
classrooms. Children are more prosocial when child-teachers relationships are closer and less 
conflicted (Birch & Ladd, 1998; Howes, 2000). Overly directive or controlling behaviors on 
the part of the teacher are associated with less prosocial behavior (Kienbaum, 2001). It would 
be valuable to have more longitudinal studies about teachers and classroom qualities that 
predict children‟s prosocial behavior prior to school, as well as how children‟s self-regulatory 
behaviors are associated with stronger expressions of empathy and care for others through the 
school years. 
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